












education	 with	 contributions	 from	 Ghana,	 Uganda,	 New	 Zealand,	 Canada,	 Botswana,	 Nigeria,	
Cyprus,	Lebanon	and	London.	It	provides	an	overview	of	key	issues,	tensions	and	opportunities	
around	 decolonising	 the	 history	 curriculum.	 Relevant	 contexts	 such	 as	 the	 ‘History	 Wars’,	
subaltern	studies,	the	conception	of	decolonising	the	mind	and	the	possibilities	of	de-colonising	




























necessity.	 	Most	 post-colonial	 and	 settler	 nations	 have	 experienced	 considerable	 political	 and	
professional	 debates	 over	 representations	 of	 the	 national	 past	 in	 recent	 years,	 leading	 to	 an	





the	 world	 which	 delineate	 a	 picture	 of	 history	 educators	 grappling	 in	 different	 ways	 with	
complexity,	 change,	 student	 identities,	 power,	 professional	 practice	 and	 the	 implications	 of	 a	
















nations	and	the	extent	 to	which	classroom	history	 is	able	 to	embrace	contested	narratives	(cf.	
Clark,	 2008;	 Taylor	 &	 Guyver,	 2012).	 We	 shared	 some	 common	 research	 questions	 with	
contributors	as	prompts	such	as:	
• What	is	learned	about	empire	and	decolonisation	across	former	colonial	states?	









own	 contexts.	 All	 of	 the	 contributors	 to	 this	 issue	 of	 HEJ	 see	 historical	 thinking	 skills	 and	
conceptual	historical	understanding	as	vital	for	young	people’s	democratic	citizenship,	wherever	
they	happen	to	be	studying,	enabling	 learners	 to	deconstruct	singular	 truths	and	stereotypical	
representations	of	the	‘Other’	(cf.	Barton	&	Levstik,	2004;	Lévesque,	2008;	Seixas	&	Morton,	2013).	
Nevertheless,	 as	 the	 paper	 in	 this	 issue	 from	 New	 Brunswick	 demonstrates,	 even	 the	 recent	














different	 institutional,	 practical,	 cultural,	 and	 educational	 legacies,	 settler	 communities,	 or	
degrees	of	trauma	as	they	retreated	from	empire.		
	In	 truth,	 history	 teachers	 globally	 –	 or	 the	 policy	 and	 curriculum-makers	 directing	 their	
practices	–	have	not	often	delved	too	deeply	into	postcolonial	theories	and,	in	most	parts	of	the	
world,	efforts	to	decolonise	school	curricula	are	at	a	formative,	emergent	and/or	contested	stage.	
The	 term	 ‘postcolonial’	 resists	 any	 attempt	 at	 a	 singular	 or	 definitive	 definition.	New	Zealand	
scholar	Giselle	Byrnes	argued	that:		
Postcolonialism	 does	 not	 simply	 signal	 an	 end	 to	 colonialism,	 but	 rather	 it	
suggests	a	critical	engagement	with	colonisation	…	and	seeks	to	undermine	the	
structures,	 ideologies,	 and	 institutions	 that	 gave	 colonisation	 meaning.	






relationship	 between	 power	 and	 different	 representations	 of	 knowledge	 can	 be	 seen	 in	 some	
seminal	postcolonial	texts	(for	example,	Bhabha,	1994;	Said,	1978;	Spivak,	1990).	It	is	naturally	





renewal	 tend	 to	 gain	 traction	 as	 a	 natural	 upshot	 of	 obtaining	 independence	 from	
erstwhile	colonial	powers;		
• There	needs	to	be	an	acknowledgement	of	land	or	liberty	taken	from	Indigenous	peoples	























order	 to	 respond	 to	 twenty-first	 century	 imperatives	 around	 inclusivity,	 human	 rights,	 and	
education	for	democratic	citizenship,	history	education	has	to	generate	new	ways	of	thinking	and	








of	 an	 ‘imagined’	 homogeneous	nation	 (Anderson,	 1991).	However,	 increasingly	 –	 and	 globally	
from	the	1960s	onwards	–	there	were	overlays	(or	underlays)	of	history	from	below	placed	upon	
traditional	 national	 narratives.	 There	 was	 an	 increased	 emphasis	 on	 social	 history	 and	 the	
experiences	 and	 perspectives	 of	 Indigenous	 peoples,	 minority	 ethnic	 groups,	 immigrants,	 the	
working	classes	and	women.		
Linked	to,	but	expanding	beyond,	the	discipline	of	history,	the	1980s	saw	the	birth	of	subaltern	




history:	 ‘great	men’,	 ‘discovery’	 of	 new	 lands,	 ‘pioneering	 settlement’	 and	 the	 complacency	 of	
contented	dominion	and	linear	stories	of	progress	and	reform.	But	the	marriage	of	high	politics	
and	new	forms	of	social	history	is	often	an	awkward	union	at	the	point	at	which	it	meets	history	
curricula,	 history	 syllabuses	 and	 textbooks,	 teachers’	 decision-making	 and	 classroom	
implementation.	Moreover,	history	 from	below	 imperatives	 tend	 to	 set	history	education	on	a	
collision	course	with	conservative	historians	and	politicians	who	disapprove	of	critical,	negative	
or	 so-named	black	armband	(that	 is	 seeing	 the	nation’s	past	as	negative	and	overly	mournful,	
failing	to	see	the	positive	aspects	of	nationalism	and	nation	building)	views	of	a	nation’s	past		
The	conservative	reaction	to	history	from	below	pressures	was	significant.	At	the	core	of	the	
History	Wars	 (Peterson,	2016)	which	played	out	at	different	 times	 in	different	ways	 in	varied	
national	 contexts	was	 a	 concern	 that	 the	 historical	 consciousness	 of	 young	 people	was	 being	
hijacked	by	progressive	academics	and	an	educational	establishment	undesirably	influenced	by	
political	 correctness,	 cultural	 studies,	 literary	 theory,	 and	 postmodernism.	 In	 the	 Australian	
context,	for	example,	it	was	Geoffrey	Blainey’s	view	(1993)	that	the	‘balance	sheet’	of	the	past	was	
firmly	in	favour	of	the	achievements	of	‘White	society’	since	‘settlement,’	and	that	any	history	that	
had	 an	 excessive	 focus	 on	 past	 wrongs	 promoted	 a	mournful	 relationship	with	 the	 past	 that	
harmed	the	nation.	‘New	history’	approaches	brought	an	unwelcome	uncertainty	and	criticality	as	
far	as	many	conservative	politicians	and	commentators	were	concerned,	as	national	historical	
















Cutting	 across	 these	 global	 narratives,	 government	 adviser	 and	 public	 intellectual	 Simon	
Schama	 (2010),	 recommended	 an	 orientation	 of	 the	 English	 History	 curriculum	 towards	 the	





as	 the	 ‘empire	 coming	 to	 Britain.’	 Similarly,	 David	 Olusoga	 (2016)	 described	 his	 own	 often	
traumatic	‘theatre	of	memory’	as	he	experienced	his	teenage	years	in	Newcastle	in	the	north-east	
of	England	as	the	mixed-race	child	of	a	white	British	mother	and	a	Nigerian	father.	A	paper	in	this	
HEJ	 issue	 (Guyver,	 see	 below)	 gives	 voice	 to	 the	 lived	 experiences	 of	 London	migrant-settler	










It	 is	 clear	 from	 curriculum	 developments	 in	 Canada	 and	 New	 Zealand,	 especially	 around	








of	 representations,	 not	 only	 for	 the	West	 but	 also	 for	 the	 culture	 whose	 representation	 was	




population	 through	 force,	 oppressive	 or	 partially	 understood	 treaties,	 trade	 agreements	 and	
relationships;	 but	 minds	 were	 also	 colonised	 by	 inscribing	 the	 subdued	 population	 in	 the	
historical	record	as	inferior,	primitive	or	sometimes	even	sub-human.		













might	 free	 us	 of	 our	 foreign	 oppressors’	 armies,	 but	 it	 does	 not	 automatically	 free	 us	 of	 the	
discourses	in	which	our	subjectivities	and	identities	have	been	inscribed”	(p.	202).	






Indigenous	 peoples.	 Yet	 oral	 history	 only	 secured	 academic	 respectability	 in	 European	
historiography	in	the	second	half	of	the	twentieth	century,	although	as	Paul	Thompson,	an	early	
exponent,	reminded	us,	“It	was	the	first	kind	of	history”	(Thompson,	1978,	p.	19).	Some	historians	
















annihilate	 a	 people’s	 belief	 in	 their	 names,	 in	 their	 languages,	 in	 their	
environment,	in	their	heritage	of	struggle,	in	their	unity,	in	their	capacities	and	
ultimately	in	themselves.	It	makes	them	see	their	past	as	one	wasteland	of	non-
achievement	 and	 it	 makes	 them	 want	 to	 distance	 themselves	 from	 that	
wasteland.	(p.	3)	
In	 Ngugi’s	 terms,	 ‘decolonisation’	 was	 a	 project	 of	 ‘re-centering.’	 It	 was	 about	 rejecting	 the	
assumption	 that	 the	modern	West	was	 the	 central	 root	 of	Africa’s	 consciousness	 and	 cultural	
heritage.	In	Uganda,	Nigeria,	Ghana	and	Botswana	we	see	examples	of	jurisdictions	claiming	back	







taken	place	 (Battiste,	 1998).	Certainly	most	history	 curricula	around	 the	world	 reject	ways	of	
knowing	which	are	not	western	in	nature.	The	fact	that	Indigenous	cultures	are	still	largely	oral	
cultures	 with	 a	 focus	 on	 narrative	 and	 symbolic	 and	 visual	 representation	 rather	 than	


















with	 a	 family	 experience	 background	 of	 displacement	 are	 more	 likely	 to	 identify	 with	 the	
colonised	and	to	want	a	more	three-dimensional,	less	generalised	set	of	narratives	to	illustrate	
this.	 	 Thus,	 their	 own	 double-consciousness	 (Gilroy,	 1993)	 and	 corresponding	 life-world	
experiences	of	metropole	(London)	and	colony	or	postcolonial	jurisdiction,	as	core	and	periphery,	
are	transferred	empathetically	to	the	lives	of	players	in	past	historical	events.		
History	can	be	used	 for	building	social	 identity,	 especially	 if	 in	a	postcolonial	 situation	 this	
means	deliberately	avoiding	the	sharing	of	a	single	uniform	identity.	This	has	also	been	a	strong	
factor	 in	 motivating	 curriculum	 change	 across	 Canada,	 as	 migration	 has	 put	 pressure	 on	



















happened,	 lead	 …	 people	 to	 a	 different	 relationship	 with	 the	 world,	 a	 more	
demanding	relationship?	(cited	in	Gopal,	2017).		
To	 prompt	 every	 student	 in	 postcolonial	 nations	 to	 articulate	 and	 reflect	 upon	 his	 or	 her	
sometimes	silenced	past,	a	practice	of	deliberation	in	a	classroom	is	necessary.	This	has	indeed	
been	seen	to	be	the	case	in	New	Brunswick	(Canada)	and	New	Zealand	explored	in	this	issue.		
Deliberation	 means	 conversation	 instead	 of	 debate,	 listening	 besides	 talking,	 and	
understanding	rather	than	aiming	at	an	agreement	of	one	‘truth.’	Instead,	such	an	approach	aims	
















Cooper	 &	 Chapman,	 2009;	 Davies,	 2017).	 Work	 on	 historical	 thinking	 undertaken	 in	 North	
America	has	identified	key	concepts	and	components	of	historical	thinking	(e.g.	Lévesque,	2008;	
Seixas	&	Morton,	2012;		Wineburg,	2001)	and	approaches	founded	in	notions	of	historical	literacy	
(Lee,	 2005)	 or	 ‘historical	 reasoning’	 (Van	 Drie	 &	 Van	 Boxtel,	 2008),	 which	 for	 those	 authors	
writing	 in	 a	 Dutch	 context	 especially	 includes	 elements	 around	 the	 contestedness	 of	
interpretations	 of	 history	 in	 heritage,	museum,	 representations	 and	 curriculum	 contexts	 (Van	
Boxtel,	Grever	&	Klein,	2016).		
Each	of	these	terms	associated	with	the	syntactic	or	procedural	aspects	of	history	underscores	




knowledge”	(p.	199).	Historical	 thinking	 is	 thus	an	overarching	 term	that	embraces	a	range	of	
modes	of	doing	history.	We	take	 it,	 in	 this	HEJ	special	edition,	 to	be	co-existent	with	historical	
understanding,	 and	 that	 it	 encompasses	 both	 acts	 of	 historical	 reasoning	 and	 engagement	 in	
historical	 literacy.	 We	 were	 keen	 to	 hear	 voices	 from	 developing	 countries	 to	 explore	 what	
epistemological	ideas	from	recent	debates	most	resonated	in	their	contexts	(and	why),	although	
it	has	become	clear	that	politics	continues	to	exercise	a	dominant	role	in	determining	whether	the	

















level	 in	 all	 of	 the	 jurisdictions	 represented	 in	 this	 collection.	 This	 can	 be	 seen	where	 double-
consciousness	(Gilroy,	1993)	of	both	the	near	and	distant	fields	as	experienced	in	the	habituses	of	














Historical	 consciousness	has	been	delineated	as	 the	capacity	 for	 learners	 to	 connect	historical	
learning	to	life	outside	the	school	and	representations	of	collective	memory	such	as	contained	in	














[The]	 new	 ‘official	 history’,	 through	 a	 commitment	 to	 the	 idea	 that	 historical	
‘truth’	 can	 be	 subjected	 to	 rigorous	 analysis	 by	 entering	 conversations	
structured	by	the	‘disciplinary	traditions’	and	that	there	are	complex	histories	




may	 represent	 a	 possible	 way	 forward	 for	 countries	 with	 particularly	 traumatic	 and	 divided	
recent	histories	such	as	in	Cyprus	and	Lebanon	whose	challenges	in	crafting	history	curricula	are	
outlined	below	(See	also	Ahonen,	2012).		
There	 are	 also	 connections	 between	 historical	 consciousness	 and	 the	 notion	 of	 historical	
significance.	 A	 number	 of	 influential	 contributions	 to	 debates	 about	 history	 teaching	 across	
varying	 national	 jurisdictions	 have	 argued	 for	 a	 fruitful	 focus	 upon	 the	 idea	 of	 historical	



































invasion	and	 it’s	 still	 an	unwanted	 invasion”	 (Bevege,	2018,	n.p.).	The	 journalist	 reporting	 the	
plans	for	the	statue	added:		
British	colonisation	brought	Australia	into	the	modern	world	with	a	successful	
economy,	new	 technology,	 an	 independent	 judiciary,	 a	democratic	parliament	
and	a	documented	 land-ownership	 system;	but	 it	 also	dispossessed	 the	 tribal	
first	Australian	people	of	their	sovereignty.	(Bevege,	2018,	n.p.)	
This	 is	 a	 journalistic	 example	 of	 a	 kind	 of	 spuriously	 balanced	 but	 insensitive	 narrative,	 in	
response	to	which	(in	order	 to	unpack	 it	or	re-balance	 it)	young	people	would	require	special	

































be	more	 than	 token	 and	 genuinely	 acknowledge	past	 dispossession	 or	 other	 effects	 of	
colonization	 or	 postcolonial	 displacement?	 (The	 Botswana	 paper	 in	 this	 issue	 has	
suggestions	 on	 better	ways	 of	 representing	 the	 experiences	 of	minority	 groups	 in	 the	
country)	
• Can	 new	 ways	 be	 found	 in	 history	 classrooms	 which	 respect	 the	 insights	 of	 the	
‘decolonising	 the	 mind’	 literature.	 For	 example,	 how	 can	 children	 be	 helped	 to	 think	
differently	about	‘Country’	(in	its	Indigenous	sense)	and	oral	traditions?	
• How	 can	 initial	 teacher	 education	 and	 in-service	 education	 around	 history	 teaching	
decolonise	 its	 pedagogy	 and	 practices	 and	 give	 voice	 to	 Indigenous	 and	 other	 ethnic	
minority	peoples,	cultures	and	perspectives?	What	will	this	look	and	feel	like?	
• How	can	a	professional	and	independent	voice	be	brought	to	the	sensitive	process	of	re-





empathise	with	 differing	 perspectives;	 consider	 a	 range	 of	 opinions	 and	 values;	 and	 come	 to	
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1 ‘Windrush’ here refers to a group of Caribbean migrants who believed wrongly that the UK authorities had kept the original 
records of their immigration. They had to fight for recognition of their citizenship rights, and this was supported by The 
Guardian, and in particular by journalist Amelia Gentleman. News of the scandalous and discriminatory treatment of several 
vulnerable individuals broke at the same time as the Commonwealth Heads of Government Meeting in London in April 2018. 
Some of those who could not find the relevant paperwork had lost the right to work, could not afford their accommodation, 
and were waiting to be deported, despite having families in the UK, and having not lived in their former countries for 
decades. The Conservative Government at the time had promised a ‘hostile environment’ for illegal immigrants, even for 
those who had arrived as children and had worked for the greater part of their lives. The Commonwealth is an organisation of 
54 member states, most connected historically as former colonies with the British Empire (except for Rwanda and 
Mozambique). The Commonwealth since 1965 has had an independent Secretariat, with several Secretaries-General, 
allowing for the representation of a succession of the different regions. Her Majesty Queen Elizabeth II is Head of the 
Commonwealth. The scandal of the Windrush discriminations and deportations was that it was one Commonwealth member, 
in this case the one with most power, doing injustice to others while hypocritically seeking to uphold a set of shared values, 
including those relating to human rights, as set out in the Commonwealth Charter of 2013. 
 
